The purpose of the present study was to begin to examine, from the expectancyvalue framework, several cognitive and motivational variables believed to affect the development of the student/teacher relationship and, in turn, classroom success. Guided by the expectancy-value framework, three student variables are viewed as essential in guiding the success of the student/teacher relationship: (1) their social self-concept beliefs, (2) the value they place on developing a positive relationship with their primary teacher, and (3) their nonverbal communication skills. Eighty-two fourth-and fifth-grade students participated in the study. Variation in the students' perceptions of the quality of their relationship with their primary teacher and their classroom achievement were examined. In general, results suggest students develop schemas, their social self-concept beliefs, about their relationships with teachers that are consistent with their nonverbal communication skills. Furthermore, results suggest that for both positive perceptions of the relationship and academic achievement, valuing the relationship with the primary teacher may compensate for nonverbal difficulties.
itive relationship with the teacher can act as an additional resource for a student while a difficult relationship may act as obstacle to academic success.
For these reasons, it is important to not only examine factors guiding the development of relationships among students and teachers, but also to examine how relationships with teachers may become sources of social motivation to promote students' learning and achievement. The purpose of the present study was to begin to examine motivational and interpersonal variables believed to guide the development of the student/teacher relationship and, in turn, classroom achievement. Brophy (1998) conceptualizes the motivation to learn as a tendency to find academic activities meaningful and worthwhile. Students who are motivated to learn try to make sense out of classroom activities and to master the skills and knowledge the tasks intend to develop. Relationships with teachers may influence students' learning and achievement in a variety of ways. First, children who are socially oriented may have better interpersonal skills that enable them to interact successfully with peers and teachers. Positive interactions, in turn, may be interpreted by the teacher as not only reflecting social competence but intellectual competence (Ford, 1982) . Second, children who seek the approval of their teacher may participate in achievement-related behaviors to gain approval (Urdan & Maehr, 1995) . Third, children who develop supportive relationships with teachers in subject domains where they have little interest may become motivated by the relationship to actively participate when they may not have in the past. Increased participation may lead to changes in attitude about the academic subject such as increased efficacy and interest, perceived utility, and improved performance. In this way, supportive relationships with teachers may promote students motivation to learn (Brophy, 1998) .
Research indicates that even as early as preschool, relationships with teachers are related to academic and social outcomes such as children's prosocial behavior in the classroom and social competence (Copeland, Denham, & DeMulder, 1997; Howes, Rodning, Galluzo, & Myers, 1988; Pianta, 1996) . Furthermore, they continue to be important throughout adolescence to achievement outcomes and adjustment (Birch & Ladd, 1996; Goodenow, 1993a Goodenow, , 1993b Ryan, Stiller, & Lynch, 1994) . The present study examined the developing student/teacher relationship within the framework of expectancy-value theory (McClelland, 1985; Wigfield & Eccles, 1992) . According to expectancy-value theory, performance on a task will reflect how much motivation and skill are involved (McClelland, 1985) . Thus, success on social tasks, such as developing a positive relationship with the teacher, as well as academic tasks will reflect students' skills at maintaining positive interactions and students' motivation to interact. Furthermore, success at social tasks may have important implications for students' success at academic tasks as well.
Guided by the expectancy-value framework, this study examined transac-tions among students' beliefs about their ability to interact with teachers, the value that they place on developing a positive relationship with their primary teacher, and their interpersonal skills to predict the quality of their relationships with their teachers and their classroom achievement. In keeping consistent with the focus on student variables, students' beliefs and perceptions were considered the unit of analysis. In addition, classroom grades (test scores), instead of a ''standardized measure of achievement'', were selected as an outcome variable, reflecting Ford's (1982) findings that teachers may include information about social competence into their evaluation of intellectual competence.
Expectancy Beliefs
Expectancy beliefs are beliefs about the likelihood of success or failure on a task. They have been conceptualized many ways (see Pintrich & Schunk, 1996) . For this article, expectancy beliefs are conceptualized as selfconcept beliefs. Self-concept beliefs are cognitive schemes composed of judgments we make about our ability within a domain. Research on the selfsystem, specifically one's self-concept, indicates that beliefs about the self exert a powerful influence on interpersonal perception and behavior (Fong & Markus, 1982; Hattie, 1992; Markus, Smith, & Moreland, 1985) . For example, people tend to seek information from others that is consistent or that will confirm their self-concept (Fong & Markus, 1982) .
Researchers discuss social self-concepts as being hierarchical and multidimensional in structure (Song & Hattie, 1984; Byrne & Shavelson, 1996) . Thus, by measuring more specific facets of social self-concept, with an explicit context or a target, we are able to better predict social behavior. This is because the more specific facets of self-concept are anchored by concrete experiences. Social self-concepts are a type of expectancy belief because they contain our beliefs about the ways relationships operate and our estimates about the likelihood of positive social interaction. Indeed, research by Harter (1990) found children and adolescents differentiate self-concept beliefs along five domains including a social domain. In addition, research by Byrne and Shavelson (1996) found students' further differentiate their social self-concept beliefs into schemas for teachers and classmates. It is important to examine the role of students' social self-concept beliefs, particularly competence in maintaining positive relationships with teachers, to the quality of their relationships with teachers and their achievement. Students' beliefs about their ability to interact with teachers may not only shape students' behavior toward teachers but also influence the frequency of interactions with teachers.
Value
It is also important to examine whether the value students' place on developing a relationship with their teacher contributes to the quality of the rela-tionship and their achievement. Eccles (1992, 2000; Eccles & Wigfield, 1995) have examined the role value plays in students' motivation for achievement tasks. They have developed and tested a revised expectancyvalue theory of achievement motivation that predicts task choice and performance. Their findings indicate value plays a crucial role in guiding students' choice of achievement activities.
According to Wigfield and Eccles (1992) , value is a cognitive representation of what is desirable. Their findings indicate individuals are more likely to strive at tasks they value. For example, individuals who perceive achievement tasks as personally worthwhile are more likely to invest the effort necessary to master the tasks and are also more likely to persist in the face of difficulty. Wigfield and Eccles (1995) conceptualize value as composed of three components: perceived importance, perceived utility, and intrinsic interest. Perceived importance refers to the extent to which performance on a task confirms a central aspect of one's self-schema. Perceived utility refers to the usefulness of a task for attaining future goals. Intrinsic interest refers to the amount of pleasure associated with a task.
Research by Wentzel (2000) indicates students do value social relationships in their classroom, as evidenced by their goal setting. Students have reported setting goals related to the establishment of relationships with teachers as well as goals for seeking their approval. Value may be an important variable influencing the development of the student/teacher relationship because of its potential to moderate the importance of expectancy beliefs. Research by Harter (1990a) and Wigfield and Eccles (1992) has found a positive correlation between expectancy of success and value for academic tasks. Thus, children generally value academic tasks in the areas where they expect high performance. Conversely, students may devalue tasks if they do not expect to succeed in order to maintain self-esteem (Covington, 1984) . However, using Eccles and Wigfield's (1995) three components of value (i.e., perceived importance, perceived utility, and intrinsic interest), there may be ways in which the nature of the social task may result in value interacting with social expectancy beliefs. This is because the social task of developing a positive relationship with the teacher does not happen in isolation from other social and academic tasks (i.e., parent and peer relationships and the evaluation of academic performance) (Urdan & Maehr, 1995; Dodge, Asher, & Parkhurst, 1989) .
Interpersonal Skills
While cognitive and motivational variables are important factors that guide the development of the student/teacher relationship; it is also necessary to account for differences in students' abilities to establish and maintain relationships (Nowicki & Duke, 1992a , 1992b . This is because research by Halberstat and Hall (1980) and Nowicki and Duke (1992a) has shown a relationship between interpersonal skill and academic achievement. These researchers suggest nonverbal communication skills influence academic achievement and social competence via the individual relationships students develop in the classroom. Thus, those who are good at sending and receiving nonverbal messages are more likely to be adept at initiating, developing, and maintaining positive relationships with teachers and peers.
There are many indicators of interpersonal skill; however, for this article the focus is on the role of students' abilities to receive nonverbal facial information. The ability to send and receive nonverbal messages is a crucial interpersonal skill associated with the development of relationships (Saarni, 1986; Nowicki & Duck, 1992b) . Indeed, findings suggest students who are good at decoding nonverbal information tend to perform higher on measures of achievement (Halberstadt & Hall, 1980; Nowicki & Duke, 1992a) and are more likely to be perceived as socially competent (Mufson & Nowicki, 1991; Nowicki & Duke, 1992a , 1992b .
Furthermore, research by Neill (1983 Neill ( , 1986 Neill ( , 1989 and Robertson (1989) found teachers and students utilize nonverbal messages within the classroom to regulate interpersonal interactions and classroom learning. They argue students are expected to master a set of nonverbal cues that are uniquely expressed in the classroom setting. Teachers use these cues to establish patterns of authority and respect. Students use these cues to understand and predict their teachers' behaviors and to select appropriate responses (Robertson, 1989) . In turn, students who exhibit appropriate social behavior are more likely to have positive interactions with their teacher. Again, positive interactions with the student are likely to be interpreted by the teacher as reflecting both social competence and intellectual competence (Ford, 1982) .
Nonverbal communication skills and social self-concept beliefs may be related through impression management techniques. For example, being able to respond to actual emotional experiences is only one part of impression management. To be successful in our relationships, we must also be able to predict and respond to the anticipated emotions of others. Graham (1996; p. 352) defines anticipated emotions as ''The possible feeling states we expect from others based on our understanding of the norms and rules of social interaction.'' It is from our representational models, our beliefs about the nature of relationships and about our abilities to relate to others, that we form expectations of how others will behave. Thus, our social self-concept beliefs may influence our perceptions, our orientation, and our sensitivity to others' nonverbal expressions (Graham, 1996) .
While there does appear to be a link between interpersonal skills and academic achievement, little is known about the impact of motivational factors, expectations and value, on students' abilities to establish these relationships. By including motivational factors into our discussion of academic achievement we may gain further insight into the nature of the relationship between interpersonal skills and academic achievement. Therefore, the purpose of the present study was to begin to examine the role of students' expectations and values in guiding the development of the student/teacher relationships and, in turn, students' academic achievement. Guided by the expectancy-value framework, three student variables are viewed as essential in guiding the success of the student/teacher relationship: (1) their social self-concept beliefs, (2) the value they place on developing a positive relationship with their primary teacher, and (3) their nonverbal communication skills. Variation in the students' perceptions of the quality of their relationship with their primary teacher and their classroom achievement were examined.
METHODS

Participants
Eighty-two children (45 girls and 37 boys) between the ages of 8 and 10 years (X ϭ 9.80 years, SD ϭ 0.75), from five classrooms, participated in this study. Eighty-four percent of the participants were Caucasian, 13.4% were African American, and 2.1% were Latino. Elementary school students were selected for study because according to the self-concept literature, preadolescents are able to differentiate between their perceived social competence in different social contexts (Harter, 1990b; Byrne & Shavelson, 1996) . In addition, this age group was expected to provide a range of nonverbal skill that could be attributed to skill differences rather than to developmental differences (Nowicki & Duke, 1994) .
Measures
Participants were given a measure of nonverbal facial decoding skill and asked to complete a questionnaire containing three scales: social-self concept beliefs for teacher relationships, value, and the quality of their relationship with their primary teacher. Prior to completing each scale, participants received instructions orienting them to either think about teachers in general, including teachers they have had in the past and the teachers in their school, or their current teacher.
Social Self-Concept Beliefs for Teacher Relationships
The first scale assessed students' social self-concept beliefs for teacher relationships. Items were designed to assess students' existing beliefs about teacher relationships; their beliefs about their ability to have positive interactions with their teachers. For these items, students were asked to think about their relationships with all of the teachers in their school and with all of their past teachers. Seven questions were adapted from items on the social domain of the Harter Perceived Competency Scale for Children (1982) and items on the general and peer self-concept sections of Self-Description Questionnaire I (Marsh, 1990 ) using a similar procedure outlined by Byrne and Shavelson (1996; Gable & Wolfe, 1993) . Initially, items were modified to include teachers as the explicit target. Then, after piloting items, further revisions were made to make items specific to the context (skills, feelings) of ''getting along'' with teachers. High scores on these items indicate students perceive themselves as able to have positive interactions with their teachers (''I find it easy to get along with the teachers in my school '') .
Reliability analyses and exploratory factor analyses, using principal axis factoring method, were run to examine the internal consistency and structure of these items. Items were forced 0.63 4. I find it easy to get along with the teachers in my school.
0.49 6. I find it hard to get the teachers in my school to trust me. 0.42 1. I find it easy to get the teachers in my school to like me. 0.41 2. I find it easy to upset the teachers in my school.
0.31 7. I find it easy to get the teacher in my school to listen to me.
0.05 to a single factor accounting for 21.9% of the variance (see Table 1 ). Findings from these analyses suggested one item (item 7) should dropped because of its low association with the other items. An α coefficient of .65 was calculated for the remaining six social self-concept items accounting for 25.7% of the variance.
Value of the Student/Teacher Relationship
Items on the second scale attempted to assess of how much and in what ways students' value their relationship with their primary teacher. Prior to completing this scale, participants were reminded that, ''Students often find some things about their relationship with their teacher more important than others.'' They were asked to think about ''the difference between the way things are and the way we want them to be.'' Participants were then asked to assess the importance of their relationship with their primary teacher along three dimensions: the intrinsic interest, perceived utility, and perceived importance of the relationship.
Items on the value scale were adapted from the scale used in the Ryan, Stiller, and Lynch (1994) study and were designed to paralleled items on the quality of the relationship scale. Participants were asked to rate the importance of each aspect of the student/teacher relationship. Items were designed to parallel those used to assess the student's perceptions of the quality of the relationship. This was done in an attempt to capture any discrepancy between students' perceptions of the quality of their relationship with their primary teacher and the degree and type of value placed on developing the relationship. In addition, these subscales of affect, utility, and emulation corresponded to the three components of value outlined by Wigfield and Eccles (1992) : Value-affect (VA) corresponded to intrinsic interest, valueutilization (VU) corresponded to perceived utility, and value-emulation (VE) corresponded to perceived importance.
Reliability analyses and exploratory factor analyses, using principal axis factoring method and oblique rotation, were run to examine the internal consistency and structure of these items. Findings revealed evidence of a specific factor in the four-factor solution. Thus, a correlated three-factor solution accounting for 59% of the variance in the items was deemed the most appropriate (see Table 2 ). The factor measuring value-affect correlated r ϭ .13 with perceived importance (VE) and r ϭ Ϫ.36 with perceived utility (VU). The factor measuring perceived importance (VE) correlated r ϭ Ϫ.13 with perceived utility (VU). Cronbach alpha coefficients were calculated for these measures of personal value to examine their reliability. Items assessing the affective dimension of the relationship (VA) yielded an α of .83. Items assessing students' perceived utility of the relationship with the primary teacher (VU) yielded and α of .83. Items assessing students' perceptions of the student/teacher relationship as important (VE) yielded an α of .82. 
Nonverbal Communication Skills-Facial Expression
The Adult Faces subtest of the Diagnostic Analysis of Nonverbal Accuracy 2 (DANVA2) was used to measure each participants' ability to decode adult nonverbal facial expressions (Nowicki & Duke, 1994) . The DANVA2 is appropriate for use with children between first and fifth grade (6-10 years old). The DANVA2 Facial Expression subtest was designed to measure nonverbal facial recognition ability at high, medium, and low intensities. The Adult Faces subtest is composed of 24 posed male and female adults expressing four core emotions: happiness, sadness, anger, and fear at high and low affective intensities. These emotions were chosen because they are the most frequently encountered and are usually learned by the time a child is 10 years of age (Nowicki & Duke, 1994; Neill, 1986) . Participants were scored according to the number of correct identifications they made. According to Nowicki and Duke (1994) , reliability for the Adult DANVA2 is estimated at .71 for fifth-grade students and .62 for third-grade students. Test-retest reliability over a 2-month period was .74 for third-grade students.
Quality of the Student/Teacher Relationship
The last scale on the survey included items to assess students' perceptions of the quality of their relationship with their primary teacher. For these items, participants were oriented to think specifically about their primary classroom teacher. These items were the same items used in the Ryan, Stiller, and Lynch (1994) study of relatedness 1 and measure students' perceptions of trust, support, and identification with the teacher on three dimensions of affect (QA), utilization (QU), and emulation (QE). The affective dimension assessed the degree of security, trust, and positive emotions felt toward the primary teacher (''I trust my teacher''). The utilization dimension assessed the students' willingness to rely on the teacher (''When I am alone or sad, I go to my teacher''). The emulation dimension assessed how much the student identified with the primary teacher's values (''I want to be more like my teacher''). Ryan et al. (1994) calculated coefficient αs of .80 for the affective dimension, .55 for teacher utilization, and .84 for teacher emulation. For the present study, some of the items were altered to eliminate negative wording, thus making them easier to understand. This was done in an attempt to improve scale reliability with fourth-and fifth-grade children. One item was excluded from the teacher utilization scale because of its complex wording and difficult content. Reliability analyses and exploratory factor analyses using principal axis factoring and oblique rotation were run to examine the internal consistency and structure of these items. As with the value sale, evidence of a specific factor was found in the four-factor solution. Therefore, a correlated three-factor solution was deemed appropriate. Findings are presented in Table 3 . Findings from reliability and factor analyses indicated two items (7 and 9) should be eliminated from the utilization and emulation subscales because of their low associations to the other items. The factor measuring security and trust (QA) was correlated r ϭ .30 with teacher utilization (QU) and r ϭ .20 with teacher emulation. The factor measuring teacher utilization (QU) was also correlated r ϭ .27 with teacher emulation (QE). Cronbach alpha coefficients were calculated on the remaining items in the scales. The affective quality of the relationship scale yielded an α of .74, utilization yielded an α of .80, and the emulation scale yielded an α of .81. Higher scores on each of these subscales indicated more positive perceptions of the quality of the student/teacher relationship.
2
Academic Achievement
Teachers were also asked to provide grades for each of the participants. Teachers selected four or five of the students' most recent classroom test grades. These grades were averaged to provide an estimate of each student's average classroom achievement. The decision to use classroom grades (test scores) instead of a ''standardized measure of achievement'' reflected findings from the Ford (1982) article suggesting that teachers include information about social competence into their evaluation of intellectual competence.
Procedure
Data were collected within the first 2 months of school. Each participant was interviewed individually, outside of the classroom. Participants were told the researcher was doing a project to learn about how students and teachers get along. Participants were first administered the Adult DANVA2. They were shown one photo at a time for about 3 s and were asked say whether the adult had a happy, angry, sad, or fearful expression on their face. For the first couple of photographs participants were prompted with ''Does this person look happy, angry, sad or fearful?'' before and after viewing each photo. Participants were scored according to the total number of correct responses.
After completing the DANVA2, participants were asked to complete the survey of their beliefs about their relationship with the teachers in their school and their primary teacher. The survey was divided into three sections: students' social self-concept beliefs for teacher relationships, their perceptions of the quality of their relationship with their primary teacher, and how much and in what ways they valued the relationship with their primary teacher. Students received general instructions about the survey and how to use the 5-point Likert scale to respond. Each section of the survey was preceded with specific instructions geared at orienting the student to either think about teachers in general or their primary teacher. All items were read aloud to students. Responses to questions were scored on a 5 point Likert-type scale ranging from 1 (Never True for Me) to 5 (Always True for Me).
RESULTS
Data were first screened for missing values, outliers, and normality (Pedazhur, 1997; Stephens, 1996) . Observations that were flagged across all three measures were individually dropped from the regression analysis. For the final analyses, one observation had to be dropped because classroom grades were unavailable. Multiple one-way analyses of variance were conducted to examine whether the data contained group differences associated with having five different teachers participate in the study (Keppel, 1991) . Results suggested no differences in the mean values of each class on any of the variables. Multiple t tests were also conducted comparing girls and boys on each of the variables. In order to adjust for the cumulative increase in Type-I error rates associated with the use of multiple t tests, the familywise error rate was held constant at the .05 level using the Bonferroni method (Keppel, 1991) . Again, results indicated no differences in the mean values of girls and boys across all the variables. These results indicated that it was safe to aggregate the data across gender and teacher.
A correlation matrix, including variable means and standard deviations, is included in Table 4 . Contrary to the hypothesis, there was no evidence of a significant relationship found between students' perceptions of the quality of the student/teacher relationship and classroom achievement for any of the dimensions. Scatter plots of the data points were examined to see if the nature of the relationship was nonlinear; however, there was no evidence of a nonlinear relationship either.
Findings suggest elementary school students do hold beliefs about their abilities to interact with teachers. Students who believe they are good at interacting with their teachers are more likely to report having a warm relationship with their current teacher (r ϭ .33), turning to their teacher when they need emotional or academic support (r ϭ .28), and modeling themselves after their current teacher (r ϭ .23). Furthermore, these beliefs about relationships with teachers also appear to be related to students' interpersonal skills (r ϭ .24). Students who feel competent in their relationships with teacher tend to be better at reading adults' facial expressions.
In order to examine the relationships between social self-concept beliefs, value, and nonverbal communication skills to explain variation in students' perceptions of the quality of the relationship and classroom achievement, two sets of regression analyses were run. The first set examined whether children's nonverbal skills, social self-concept beliefs for teacher relationships, and value placed on developing a relationship with the teacher could explain a significant proportion of variation in students' perceptions of the quality of the relationship with the primary teacher. This was done separately for each dimension of the student/teacher relationship: affective, utilization, and emulation. The second set of analyses examined whether students' nonverbal skills, social self-concept beliefs for teacher relationships, and value placed on developing a relationship with the teacher could explain a significant proportion of variation in their classroom achievement.
For each analysis, two multiple-regression models were examined. The first model included the interactions of personal value by nonverbal skill and personal value by students' social self-concept beliefs for teacher relation- ships. If these interactions were found to be nonsignificant they were dropped from the regression equation. Analyses were then conducted to examine the linear relationship between the three explanatory variables to each of the response variables. In order to reduce the effects of multicollinearity between the explanatory variables, observations on each variable were centered about the mean (Pedazhur, 1997; Stephens, 1996) . For each analysis, an omnibus test of the proportion of explained variation in each of the response variables by the explanatory variable in combination was calculated. The unique contribution of each variable was considered. Results of the final regression analyses are presented in Tables 5 and 6 . Regarding the quality of their relationship with their teacher, across all dimensions of the relationship, students' social self-concept beliefs for teacher relationships were associated with their perception of the quality of their relationship. The more competent students perceived themselves in their interactions with their teachers, the more likely they were to report utilizing their teachers as a source of support, identifying with their teachers' values, and having a supportive and trustworthy relationship with their teachers. Students' social self-concept beliefs for teacher relationships uniquely accounted for between 4 and 11% of the total variation in students' perceptions of their relationship with their primary teacher (see Table 5 ).
Regarding the affective dimension of the student/teacher relationship, there was a statistically significant interaction of affective value with DANVA2 scores. This interaction is portrayed in Fig. 1 . Among students with high nonverbal skill, there were no differences in the students' perceptions of the teachers as supportive and trustworthy. However, among students with low nonverbal skills, students who valued the relationship with the teacher (High VA) tended to perceive the teacher as more trustworthy and supportive than students who did not value the relationship with the teacher (Low VA). This interaction accounted for approximately 14% of the variation in students' perceptions of the quality of the student/teacher relationship.
Regarding students' reports of teacher utilization (QU), there was also a statistically significant interaction between perceived utility of the student/ teacher relationship (VU) and nonverbal skills (see Fig. 2 ). Students who reported they valued the relationship with the teacher (High VU) tended to report relying on the teacher less as their nonverbal skills increased. The opposite pattern was observed for students who did not value the teacher as an important source of support (Low VU). These students tended to report increased reliance on the teacher as their nonverbal skills increased. This interaction accounted for an additional 3% of the variance in students' use of the teacher as an emotional and academic support.
Regarding students' reports of teacher emulation (QE), only students' social self-concept beliefs and the importance they place on emulating or identifying with teacher values (VE) was associated with how much students' reported actually identifying with their teacher's values (see Table 5 ). Students who viewed identifying with the teacher as important were more likely to report emulating their teacher's behaviors. Changes in students' perceived   FIG. 2 Interaction of nonverbal skill with perceived utility (VU).
importance of emulating teacher behaviors was uniquely associated with 37% of the variation in students' perceptions of the quality of the student/ teacher relationship.
The second set of regression equations examined variation in students' average classroom achievement. These results are presented in Table 6 . In each of these analyses, there was no evidence of an interaction of the DANVA2 with social self-concept beliefs for teacher relationships. Additionally, there was no evidence of interactions among the DANVA2 with affective value and utility value. In these two models, scores on the DANVA2 were associated with between 9 and 11% of the variation in students' grades. However, there was a statistically significant interaction between students' skills at decoding adult facial expressions and students' beliefs about the importance of identifying with teacher values (VE) that resulted in an increased percentage of explained variation in classroom achievement (R 2 ϭ .15). This interaction is portrayed in Fig. 3 . Students who scored low on perceived importance (Low VE) and low on nonverbal skill not only received the lowest grades, but received lower grades than students who scored low on nonverbal skill but high on perceived importance (High VE). This pattern was reversed for students in the high nonverbal skill group. Among students with high nonverbal skill, highest grades were associated with lower scores on perceived importance. Students who exhibited the most mastery of nonverbal facial expression and received the best grades in the class tended to report they did not identify or emulate   FIG. 3 Interaction of nonverbal skill with perceived importance (VE). their teachers. In fact, these students tended to score higher grades than students with nonverbal skills who also reported valuing the relationship.
DISCUSSION
The purpose of this study was to examine the development and impact of the student/teacher relationship from an expectancy-value framework (Wigfield & Eccles, 1992) . The development of the student/teacher relationship is a dynamic process influenced by the beliefs, values, and skills of each member in the dyad (Brophy & Good, 1974; Pianta, 1992; Birch & Ladd, 1996) . From this perspective, students are viewed as active participants in the development of the student/teacher relationship; bringing to the relationship beliefs and skills that may influence the likelihood of developing a positive relationship with their primary teacher. The emphasis of this study was on examining the role of several student variables guiding the development of the student/teacher relationship. It is important to note the limitations of this study are the use of correlational data and the focus on one-half of the dyad. Thus, findings are descriptive in nature and all results must be considered in light of the influences that teacher behaviors and also the behaviors of the class will have on the development of individual relationships.
One of the interesting findings of this study was the absence of a relationship between any of the dimensions of the students' perceptions of the quality of the student/teacher relationship and classroom achievement. This is an interesting finding in light of the research by Goodenow (1992) , who found middle school students' perceptions of classroom belonging were related to their half-year and end-of-year grades. It could be that elementary school students are not as critical as older students or teachers when they evaluate the relationship. Or, it may be that collecting data at the beginning of the year does not allow students enough time to assimilate this information. For example, results from a pilot study collected at the end of the previous academic year suggested there would be a relationship between the quality of the relationship and classroom achievement. Future studies may consider assessing the quality of the relationship multiple times across the year examining the stability and change in students' perceptions as well as examining the concordance of students' and teachers' perceptions.
These findings have important implications for both educational theory and practice. For example, findings extend previous research on nonverbal behavior and classroom achievement (Halberstat & Hall, 1980; Nowicki & Duke, 1992a) . By accounting for the role of students' beliefs and motivations, we gain a more complete understanding of how motivational processes influence the development of the student/teacher relationship as well as the impact of interpersonal factors on academic achievement. For example, nonverbal communication skill appears to be related to students' perceptions of the quality of the student/teacher relationship. However, this relationship is complex and depends on the level of nonverbal skill, how much the student values the relationship with the primary teacher, and what dimensions of the relationship are being examined. For example, nonverbal skills do not appear to be related to the quality of the relationship when we examine the extent to which students emulate or identify with their teachers' values (VE). However, for students with poorer nonverbal skills, valuing the teacher relationship is associated with the perception of a more secure and supportive relationships with the teacher. In these instances, value may motivate students with poorer skills at reading adult facial expressions to be more sensitive to verbal cues or other nonverbal outlets such as paralanguage and gestures. Or, these students may be investing more effort and time in the development of the relationship. Thus, value may act as a social motivator, compensating for deficits along one social skill dimension.
In a recent article by Wigfield and Eccles (2000) , experiences with socializing agents such as parents and teachers are hypothesized to influence students' perceptions of the classroom, causal attributions, and their achievement goal pursuit. This study begins to address the ways in which relationships with socializing agents may impact achievement and learning. By assessing the value students' place on developing a relationship with the teacher we were able to examine the social and dynamic nature of the relationship between motivation, interpersonal skills, and achievement. When we do not account for value (i.e., examine only the low value group) we see the expected linear trend between nonverbal skill and classroom achievement. However, when we do account for value, we see that students who have difficulty reading adult facial expressions but who value emulating their teacher's behaviors received higher grades than students who did not value the relationship. These results may reflect the different ways in which students deal with nonverbal assets and difficulties. Those students who value the student/teacher relationship but have difficulty with some of their relationship skills may compensate by becoming sensitive to verbal cues or another nonverbal outlet. Conversely, it may be that students who are very successful in their social relationships do not perceive a relationship with the teacher as important to their success at school. These students may not have felt the repercussions of negative interactions with the teacher. From this perspective, these students challenge the assumption that positive relationships with teachers are important for academic success since they may not ''need'' the additional relational or instrumental support a teacher can provide.
It is also possible to put these results in perspective with other research exploring social motivation in the classroom and research on student/teacher relationships. This study provides support for an expectancy-value theory of social motivation in the classroom. By assessing students' social self-concept beliefs, the value they placed on developing a relationship with their primary teacher, and their interpersonal skill we were better able to predict their perceptions of the quality of their relationship with their primary teacher and their classroom achievement. As with research by Wigfield and Eccles (1992) this study highlights the importance of assessing value as a multidimensional construct. For example, these findings suggest components of valuing a relationship with the teacher may be more important to accomplishing specific social and academic tasks in the classroom.
It is also important to note the only dimension of value that aided in predicting classroom achievement was perceived importance (VE). Affective value and perceived utility did not help predict students' grades. This may be because of the attenuated scores on affective value and utilization value. In general, most students reported that it was important to them to develop a supportive and secure relationship with their teacher. This may be a characteristic of elementary school students who may tend to view their teachers in a positive light. Or this may be the result of the sampling procedure capitalizing on teachers who volunteered to participate and who may have done so because of their positive relationships with their students.
Conversely, students who scored high on the emulation value (VE) scale may recognize developing a positive relationship with the teacher is important for reasons beyond the affective bond that develops and the immediate support a teacher can give. It may be these students perceive a link between their relationships with their teacher and their classroom success or they may simply view their teacher as possessing attributes that are important to have. Variation in these scores may reflect an understanding of the importance of identifying with significant others as a way to gain access, status, or desired outcomes. Or these findings may parallel Harter's (1992) finding that competent students tend to manifest an intrinsic motivational orientation, whereas less competent students are more extrinsically motivated.
Regarding the relationship between expectancy and value, it is important to note there was no linear relationship between social self-concept beliefs and the value students' place on developing a relationship with the teacher. This finding differs from findings that examine the relationship between expectancy beliefs and value for academic tasks (Wigfield & Eccles, 1992) . Results of this study suggest that for social tasks the relationship between expectancy beliefs and value is complex. These findings may reflect the different types of social motivation active in the classroom; perhaps the difference between a socially oriented student and a student who engages in specific social relationships, such as with the teacher, as a means to accomplish other goals. For the later type of student, valuing a relationship in the classroom may reflect the student's developing understanding of the impact of social relationships on academic achievement.
Future studies examining social self-concept beliefs need to explore what dimensions of the relationship students and teachers find salient and how social self-concept beliefs are reflective of students' understandings of social success and successful social interactions. Furthermore, studies need to explore whether social self-concept beliefs related to students' tendencies to internalize or externalize their behavior and their maintenance of self worth.
Last, future studies of social motivation need to examine the role of the student/teacher relationship for older students and for minority students (Ogbu, 1993; Suárez-Orozco & Suárez-Orozco, 1995) . For example, interactions and relationships with teachers may have different meanings for students with different types of minority status and cultural frame of reference (Ogbu, 1993) , differing conceptions of authority and help seeking, or worldviews oriented toward social interdependence (Suárez-Orozco & Suárez-Orozco, 1995) . Furthermore, changes in the social structure of middle schools and high schools may result in greater differentiation in the quality and amount of value placed on developing a relationship with a specific teacher. Specifically, utility value, the amount and type of support a specific teacher can provide, may become an important variable influencing the relationship high school students develop with their teachers. This is because specific teachers may be viewed as gatekeepers, helping students to attain other goals such as college admission or getting a job, while others are not. Again, from this perspective, it is important to delineate when and how students come to understand the connection between the social relationships they develop in school and their classroom achievement.
